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An informal study was conducted to explore the effectiveness of
experience-based dialogues in the promotion of oral language use in
secondary-level English-As-A-Second-Language classrooms. The
twenty-one dialogues field-tested in the project were developed
interactively, by teacher and students, in the sociocognitive context of
each of the learner's background knowledge, experience and immediate
communication needs. Experience-based dialogues are a method of
language teaching and learning that focuses on the communicative act
rather than on isolated or discrete grammatical items. An overview of
the results of the informal study was presented here. Strategies for
teachers to develop and implement, using this approach, were also
discussed.
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CHAPTER 1
Introduction

This project is entitled "Experience-Based Dialogues in Secondary
English-As-A-Second-Language Classrooms." Its major focus is on
students' acquisition of communicative competence through dialogues
developed for specific social needs within learner-specific contexts.
This chapter includes: (a) a background of the project with a brief
historic overview, (b) the purpose of the project, (c) the justification
for the project, (d) the limitations of the project, and (e) definitions of
terms.
Background of the Project
During the eighteenth and early nineteenth centuries in Europe and
in the United States, second language learning involved primarily the
written translation of passages from one language to another. This
approach is known as the Grammar-Translation Method. Today, although
still employed in second language teaching, current research has shown
that it is not a viable method for developing oral fluency in students.
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Following World War II, second-language teaching became a relevant
education issue in the United States, when American troops" ...
brought home the need for foreign language study" (Castellanos, 1983).
By then, pedagogical advancements in second-language teaching were
leading to the development of the Audiolingual Methodology (see
definition of terms). This method, which has a behavioral orientation,
emphasizes oral-aural activities through pronunciation drills and
repetition.
Like the Grammar-Translation Method, the Audiolingual
instructional strategies failed to teach language as a meaningful social
activity. "Through the use of this method, structures of the target
language were carefully ordered and dialogues were repeated in an
attempt to develop correct habits of speaking." However, repetition,
substitution, and other kinds of drills "were often related only
syntactically, and they usually had nothing to do with anything actually
happening" (Richard-Amato, 1988). Through the Grammar-Translation
Method, students actually learned more about the language than the
language itself. Richard-Amato (1988), quoting Jespersen (1904),
criticizes the French texts of his day:
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The reader often gets the impression that French men must
be strictly systematical beings who one day speak merely in
futures, another day in passe definis and who say the most
disconnected things only for the sake of being able to use
all the persons in the tense which ... happens to be the
subject for conversation while they carefully postpone the
use of the subjective for the next year. (p. 12)
The inadequacy of the two methods rested on the failure to teach
language within meaningful situational contexts.
Studies in the field of sociolinguistics, first and second language
acquisition, and brain research in the last twenty-five years have
provided educators with crucial information about language acquisition
in general, as well as essential data for second language teaching
strategies that deal with language as a sociolinguistic issue,
addressing the importance of a student's background and experiences in
his or her acquisition of second language proficiency.
As a result of these later studies, new teaching approaches with an
emphasis on the students' direct involvement in meaningful
experiences in the second language were developed.
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Asher (1960's) developed an approach known as Total Physical
Response (TPR) as an alternative to the Audiolingual Methodology,
which allows students to engage completely in the second-language by
reacting physically as well as cognitively to commands given by the
teacher. The students remain silent for a period of time until they feel
comfortable enough to speak. "The students gradually develop their
interlanguage, which becomes more and more like the language of their
teacher" (Richard-Amato, 1988, p. 81 ).
Terrell (1983) developed a method known as the Natural Approach
which is based on the belief" ... that students must acquire the second
language in much the same way that people acquire language in natural
situations" (Richard-Amato, 1988, p. 83). This approach allows the
students to develop their listening skills (silent period) before they
begin to speak the second language.
The concept of learning a second language in a natural way has led
to the development of several techniques and/or approaches that focus
on the students' life experiences, giving consideration to their
sociocultural backgrounds and interests. Some of these techniques are
storytelling, role play, drama, games, dialogues, and skits.
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According to Ovando (1983),
research suggests that the developmental process [of first
and second language acquisition] is similar and predictable
for both children and adults. Thus, the acquisition of a
second language requires time and experiences that are
tailored to the learner's developmental stage ... [linguists]
have also learned that certain methods promote only a
mechanical ability to manipulate rules of grammar. (p. 566)
Another essential idea related to second language proficiency and
explained by Brumfit (1984), is that "For second language learners, as
for native speakers, the process of acquisition will often be closely
bound up with context, both at the level of the social group and
individually" (p. 35).
Story telling, role play, and drama, through their attention to
human experience, can involve students in highly motivated
activities. Because students can lose themselves in the
characters, plots, and situations, they are more apt to receive
the benefits of reduced anxiety levels, increase
self-confidence [ ... ] and heightened awareness.
(Richard-Amato, 1988, p. 145)
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Purpose of the Project
The purpose of the project was to develop and field test
experience-based dialogues. The term "experience-based dialogues"
was developed by the researcher to identify dialogues which were
created in the classroom by mutual cooperation of ESL students and the
teacher and which were based on the students' life experiences using
techniques such as TPR and Natural Approach. These dialogues attempt
to incorporate communicative competence within social and cultural
language domains such as home, school, neighborhood, and community
into the teaching syllabus of English-As-A-Second-Language (ESL) in
secondary schools of the-Yakima Valley. The dialogues were created
with the conviction that language teaching and learning occur in
natural, sociocultural situations and that appropriate comprehensible
input is crucial within a high quality ESL class.
This project was designed to supplement the ESL curriculum in
secondary public schools such as the one described here. The dialogues
are practical and deal with topics related to the students' daily lives,
emphasizing the development of oral language skills.
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Justification of the Project
Through observation and testing, the researcher discovered that,
although beginner, middle and high school ESL students did not possess
enough knowledge of English syntax, phonology, or semantics, they were
confronted with the constant urgency to perform and communicate in
English within very specific, almost predictable, every-day life
situations.
The students were older children, between the ages of 13 and 19,
living in Spanish-speaking homes, and who had surpassed their parents'
level of education. These characteristics and circumstances placed
them in the demanding position of having to act as a liaison between
the Spanish language domain of their homes and the English language
domain of Euro-American society.
The researcher realized through several years of teaching that, as a
general rule, children who had lived in the United States for more than
three years and who were considered to be English proficient by
teachers and counselors, had developed Basic Interpersonal
Communicative Skills (BIGS) (Cummins, 1980), and not Cognitive
Academic Language Proficiency Skills (CALPS). In other words, these
students were able to perform in everyday interpersonal
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communication and, therefore, possessed a limited repertoire of
non-standard, simple English good enough only for expressing
themselves in very restricted domains of daily routine. For example,
students could communicate with their peers in the school halls, place
an order at the neighborhood fast food restaurant, or make a doctor's
appointment by phone. However, these same students had not developed
a level of language proficiency that would enable them to succeed
academically in school, that is, they had not developed their cognitive
academic language skills (Cummins, p. 198).
Newcomer, adolescent immigrants, mainly from Mexico and
Guatemala, who had received a consistent elementary and intermediate
education in their homelands, and whose home language was Spanish
only, seemed to acquire the formal style of English as well as their
cognitive academic language skills sooner than former ESL students
who had already been mainstreamed (placed in regular classroom).
Approximately 98% of these newcomers were doing fairly well in their
content-area classes, but their lack of verbal competence in using
simple, basic interpersonal communicative demands in English
diminished their self-esteem, and made them feel isolated from and
even discriminated against by their own peers who had lived in the
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United States for a longer period of time and were able to use BIGS.
Furthermore, these newcomer ESL students were constantly requesting
the precise words and expressions to perform in very specific language
situations. For example, future soccer team members requested to
learn how to function in English during a sports physical at the high
school.
All these factors seemed to indicate that (a) these students were
not receiving enough comprehensible input to develop BIGS, and (b) they
could not wait for two or three years for eventual, future, long-run
mastering of such repertoire, since they needed to become proficient in
English immediately. They had to be helped quickly to acquire an
almost predictable repertoire that would enable them to function in
specific, almost predictable, social roles of their daily lives.
Limitations of the Project
Limitations of the project address six areas as follows:
Number of Dialogues
This project was limited to twenty-one dialogues based on
students' life experiences. The dialogues were constructed and
implemented on the basis of immediate need rather than in a
grammar-based, traditional scope-and-sequence order. For the purpose
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of this project, the thematic organization of the dialogues was adapted
from Powell's "Cultural Checklist" used in Caples' Writing a
Multicultural Lesson. The thematic organization is discussed in
Chapter 3.
Objective of the Dialogues
The main purpose of the dialogues was to develop basic
interpersonal communicative skills in secondary, beginner, ESL
students.
Techniques Used in Dialogue Implementation
Total Physical Response (TPR) and Natural Approach were utilized
because both teaching strategies are compatible with a sociocultural
concept of language, that is, language seen as a social and cultural
event, rather than as a decontextualized set of structural forms.
Student's Profile
Informal evaluation of the effectiveness of the dialogues was
conducted in an ESL classroom at Prosser High School during two
semesters of ESL classes with a group of students with the following
characteristics:
a) The ESL class consisted of an average of 15 newcomer,
immigrants from Mexico and Guatemala, between the ages of 15 and 19.
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b) Students had been identified as non-English speakers, in Level 1
(raw score between O and 61) when pretested using the Language
Assessment Scales (LAS-0), For 2C (see definition of terms).
c) All students, except for two, had received formal elementary and
intermediate education in their respective homelands.
d) All students had been classified either in Level 4 or 5 (Level 5
being the highest) in oral language in Spanish and Level 1 in oral
language in English when tested upon entry using the John Test (see
definition of terms).
e) All students were children from migrant and farmworker
families and of low socioeconomic backgrounds.
School Scheduling, Setting, and Curriculum
a) The target group received instruction in Spanish for subjects in
the content areas (U.S. History, World History, General Science, and
Math) during the first semester and in sheltered English classes (see
definition of terms) during the second semester. They were
mainstreamed for Physical Education and Art, and they attended a
55-minute period of ESL per day.
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b) The researcher taught the content area subjects as well as the
ESL classes: She had the advantage of being with these students four
periods per day.
c) The ESL class members became confident and comfortable with
each other, since theirs was a homogeneous group whose members
spent six periods of the school day together.
d) The school's second language oriented curriculum encouraged the
researcher to provide the ESL students with comprehensible input to
develop English as a second language in both areas of proficiency: The
cognitive academic language skills and the basic interpersonal
communicative skills (Cummins, 1979).
e) Students' academic skills were developed through instruction in
the first language (Spanish). Krashen (1985) citing Cummins maintains
that "solid subject-matter teaching in the first language provides the
child with cognitive academic language proficiency, the ability to
utilize language to learn and discuss abstract ideas." Furthermore,
"this ability can be developed via any language and transfers to any
other; once a person can use a language intellectually, this ability can
be utilized in any other language the person subsequently acquires"
(p. 18).
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Areas of Communication Needs of Students
Areas of communication needs of students were identified.
a) The researcher of this project observed that the students
requested that the same immediate, real-life situation dialogues be
repeated over and over again. The students also required a minimum
use of conventional utterances, expressions, and sentences, which
could be actually learned through use and repetition (in that order) in
life-like situations in the classroom.
b) The students expressed an urgent need to be able to communicate
in English in every day life situations.
c) In order to accommodate the language arts curriculum to the
students' needs, the researcher of the project saw the necessity to
enhance the quality of the ESL curriculum per se with supplemental
activities to develop students' basic interpersonal communicative
skills.
d) The dialogues needed to be based on student experience and their
main focus had to be the functional aspect of the second language.
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Definition of Terms
For the purpose of this project, terms will be defined as follows:
Audiolingual Method: A method of teaching a second, or new
language that emphasizes oral-aural activity with much drill on
pronunciation (A Dictionary of Reading and Related Terms, Harris,
1981).
Basic Interpersonal Communicative Skills (BICS): Language
proficiencies which manifest themselves in every day interpersonal
communicative contexts (Cummins, 1980, p. 86).
Cognitive / Academic Language Proficiency (CALP): Dimension of
language proficiency which is strongly related to other
decontextualized verbal-academic tasks (Cummins, 1980, p. 86).
Comprehensible Input· Messages the acquirer is able to understand
(Krashen, 1985, p. 101 ).
Communicative Competence: Knowledge of appropriate situated
language use (Pride, 1979, p. 5).
Direct Method: Language teaching method which "object is to teach
the student to understand and speak the language, and [which]
distinguishing feature is that over use of the student's native language
is avoided" (Handbook of Research on Teaching, Carrol, 1963, p. 1062).
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English-As-A-Second-Language (ESL): A program for the teaching of
English language skills to non-English speaking persons. Applications
are within English language environment of school and community
(Dictionary of Reading and Related Terms, Harris, 1981).
Experience-Based Dialogues: Dialogues created and performed in the
classroom based on student's own experiences. These dialogues are
developed by teacher and students (researcher's definition).
First Language: The mother tongue, native language (Dictionary of
Reading and Related Terms, Harris, 1981 ).
Grammar-Translation: Method to teach a second language through
"rules of grammar and lists of vocabulary items paired with what were
indicated as their [mother tongue] equivalents" (Handbook of Research
on Teaching, Carrol, 1963, p. 1062).
John Test: A ten minute, individualized, oral placement test for
non-English speakers which tests oral comprehension and ability to
produce connected discourse in English and Spanish (Regional
Opportunity Centers, City University, New York).
Language Assessment Scales (LAS): Multiple item test which
assesses students' English and other languages abilities (De Avila,
1981, p. 8).
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Language Proficiency: The speaker's ability to "satisfy the
requirements of school and work situation" (ACTFL Proficiency
Guidelines, U.S. Department of Education, 1986).
Limited English Proficiency (LEP): A term used in bilingual
education programs specifically to refer to a limited understanding or
use of written as well as spoken English (Dictionary of Reading and

Related Terms, Harris, 1981).
Literacy: From a constructivist perspective, this means the ability
to think and reason like a literate person, within a particular society
(Langer, 1991, p. 11 ).
Mainstreaming (for ESL students): A form of submersion in which
students are first placed in an ESL class and later as they become more
socially and academically proficient in the target language, they are
gradually transitioned to the regular content-area classes
(Richard-Amato, 1988, p. 22).
Natural Approach: Method of teaching a second language" ... in
much the same way that people acquire language in natural situations"
(Krashen & Terrell, 1983, p. 83).
Newcomer: Any person whose language is other than English and
who is newly arrived in the United States within the last one, two, or
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three years (Washington State Office of Superintendent of Public
Instruction, Bilingual Education Office, July 15, 1992).
Second Language: A language learned in addition to one's native
tongue (Dictionary of Reading and Related Terms, Harris, 1981 ).
Sheltered Classes: Subject matter teaching made comprehensible
for second language acquirers. Students are allowed to speak their
native language while teacher speaks English (Krashen, 1985, p. 103).
Total Physical Response (TPR): Elementary language teaching
method designed by James Asher that supplies comprehensible input
through physical response of the teacher and the students providing
contexts that help make the message comprehensible (Krashen, 1985, p.
104 ).
Whole Language: A generic term for a number of approaches to
teaching languages -

primarily reading and writing -

that frame the

instruction in a social, communicative context (The Facts on File
Dictionary of Education, Shafritz, 1988).
Summary
Chapter 1 has discussed in chronological order language teaching
methods and approaches such as the Grammar-Translation Method, the
Audiolingual Method, the Total Physical Response Approach, and the
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Natural Approach. Techniques that focus on the sociocultural aspects
of the students' language experiences and interests such as story
telling, drama, role play, skit and dialogues were also briefly
discussed. The purpose, justification, and limitations of this project
were explained and terms used in the project were defined.
Chapter 2 consists of a review of the literature related to this
project. Chapter 3 includes procedures used to develop the
experience-based dialogues. Chapter 4 discusses results of the
project. Chapter 5 includes the summary, conclusion, and
recommendations. The Appendix is the handbook of experience-based
dialogues.

CHAPTER 2
Review of the Literature

Until the latter half of this century, second language learning
focused mainly on the formal structures of the language rather than on
its function or use. The traditional or Grammar-Translation Method
attempted to teach a second language through the written translation
of passages and memorization of grammatical rules.
American schools in the nineteenth and early twentieth
centuries often used a grammar-translation method in the
sense that they sought primarily to teach the student to
translate passages in the written language; this was to be
done by teaching the student the rules of grammar and lists of
vocabulary items paired with what were indicated as their
[mother tongue] equivalents. (Carrol, 1963, p. 1062)
Later in the 1950's, the Audiolingual Method was developed to
"replace or enhance grammar-translation" (Richard-Amato, 1988,
p. 10) and its objective was to teach a second language through oral
repetition of structures and pronunciation drills.
\

19

20
Another behaviorally-oriented strategy for teaching a second
language was the direct method which
made an effort to immerse students in the target language.
Teacher monologues, formal questions and answers, and direct
repetitions in the input were frequent. Although the discourse
was often structured temporarily and motivated logically, the
method fell short of being optimal in that the topic for
discussion was often the grammar itself. (Richard-Amato,
1988, p. 12)
All of these methods failed to teach the second language as a
sociolinguistic experience, that is, within meaningful situational
contexts. To state this another way, the methods mentioned ignored
the integration of the learner's experiences, interests, and backgrounds
into the second language learning content.
Current theories of language acquisition have provided educators
with new findings that have broadened the concept of second language
teaching beyond grammatical and behavioral approaches.
In this chapter, new approaches supported by recent language
research findings and their implications in the teaching of ESL through
dialogues are discussed.
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Newmark (1960's) criticized the Grammar-Translation Method by
stating
... it is difficult to see how anyone could learn English by
acquiring separately each phonological and syntactical rule
one at a time from simple to complex; a child learner would be
old before he could say a single appropriate thing and an adult
learner, dead. (p. 50)
Referring to second language learning Di Pietro (1987) wrote:
"... [it] should be as meaningful as any other social activity. It should
entail the same dynamic tension that enlivens real-life encounters"
(p. vii).
Halliday (1970) studied child language development from a
functional perspective and found out that
at the beginning stages of language development, meaning is
related primarily to limited functions, or uses, of language.
As the child broadens the uses made of language and takes on
more social roles, the potential to mean increases and
meaning becomes a more powerful feature of the realization
of social acts. (p. 22)
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In other words, the child's language develops as he or she uses language
to satisfy communication needs. As these needs become more evident,
the child's language skills also increase with contextual use.
In the late 1970's and early 1980's, Cummins disclosed his theory
of language proficiency and academic development which he
summarized as follows:
... there exists a reliable dimension of language proficiency
which is strongly related to literacy and to other
decontextualized verbal-academic tasks. This dimension of
cognitive/academic language proficiency appears to be largely
independent of these language proficiencies which manifest
themselves in everyday interpersonal communicative
contexts. These latter forms of language proficiency are
either near universal across native speakers or unrelated to
cognitive/academic skills. (p. 86)
Hymes (1971 ), reacting to Chomsky's view of language as knowledge
of grammatical rules, expressed that" ... a normal child acquires
knowledge of sentences not only as grammatical but also as
appropriate" (p. 5).
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Later, Hymes (1980) stated explicitly that
Social life shapes communicative competence and does so
from infancy onward. Depending on gender, family,
community and religions, children are raised in terms of one
configuration of the use and meaning of language rather than
another. (p. vii)
Welfson (1980) supported Hymes' concept of communicative
competence. He adds
... becoming an effective speaker of a new language not only
involves learning new vocabulary in addition to rules of
pronunciation and grammar, but must also include the ability
to use these resources in ways that are socially appropriate
among speakers of the target language. (p. viii)
Goodman (1987), referring to language proficiency, claimed that
By the time of beginning school, children have internalized the
phonology, the grammar, and a considerable vocabulary of
their language so well that language seems to have come
virtually effortless or automatic. They generate
comprehensible, largely grammatical utterances appropriate
to the situations they encounter and can hold their own
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conversations with others, particularly more mature others.
They can move words and phrases from one structure to
another and know with considerable confidence whether they
are acceptable in these settings. (p. 48)
He continued "Teenagers must have a language that is uniquely able to
express life as they see it" (p. 50). Furthermore, he maintained that
... children must be able to use language to expand concepts
and solve abstract problems, but [that] the foundations for
this ability must be built on speech acts and literacy events
where language accompanies experience. {p. 54)
He added that "perhaps the cardinal precept of a whole language (see
definition of terms) program must be: No language without experience
and no experience without language" (p. 54). Goodman also expressed
that language must be taught integrating its productive processes
(speaking and writing) with its receptive processes (listening and
reading) because all four processes are both personal and social. "They
are personal because they are used to meet personal needs. They are
social because they are used among people to communicate" (p. 202).
Krashen (1980) developed the concept known as "the input
hypothesis" (p. 2-3) which relates to language acquisition, as opposed
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to language learning. He indicated that "the unconscious process of
acquisition is at least as important as the conscious, effortful, process
of learning" (p. 34) and that "humans acquire language in only one way
-

by understanding messages, or by receiving comprehensible input"

(p. 2). He recommended that "beginning-language teachers provide
context via visual aids and discussion of familiar topics," (p. 2) rather
than grammar and writing. "We are able to understand language
containing unacquired grammar with the help of context ... If input is
understood, and there is enough of it, the necessary grammar is
automatically provided" (p. 2). He also incorporated the concept of
affective filter, suggested earlier by Dulay and Burt (1977), which he
defines as " ... mental block that prevents acquirers from fully
utilizing the comprehensible input they receive for language
acquisition" (p. 3). Krashen goes on to say that "the filter is the
lowest when the acquirer is so involved in the message that he
temporarily forgets he is hearing or reading another language" (p. 3).
Krashen, Long, and Scarcella (1983), referring to the relationship
between language acquisition and age, claimed that "older children
acquire faster than younger children do ... Their greater experience and
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knowledge of the world helps make the input they hear and read more
comprehensible" (p. 12). Krashen added,
Also older acquirers can participate in conversations earlier
than younger ones can by utilizing the strategy of falling back
on first language syntactic rules supplemented with second
language vocabulary ... (p. 13)
Scarcella (1979), using a group study approach, concluded that
... one important factor in the mastery of native-like
communicative competence in a second language is the ability
to participate in conversations if they are to be considered
fully proficient in a s·econd language. (p. 132)
He also recommended " ... integration of conversational skills into the
corpus of materials that are used to teach non-native speakers"
(p. 132).
Berns (1990) endorsed the concept of teaching language in context
and stated that "first language development does not take place in a
vacuum, [and that] this is also true for second and foreign language
development." She maintained that the major difference between first
and second language development is "the options available in the
classroom setting" (p. 29).
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Di Pietro (1987) stated that "second language learning is a
humanistic undertaking ... [therefore]. the ultimate goal must be human
interaction" (p. 15).
Based on Vygotsky's psychological model of language learning, Di
Pietro designed an approach to second language instruction known as
"strategic interaction" through "scenarios" (p. vii). He claimed that
"by making interactive discourse the basic activity, the teacher is able
to provide the guidance and explanation" that students need (p. 15).
Collaboration between and among the students allowed them to "build
the parts of dialogues in the target language and acquire the
competence to do so. "S-tudents fit their use of the target language to
their particular choice of identities" (p. 15). Basing his arguments on
Vygotsky's model of learning, Di Pietro contended that "students are
regulated by three factors: the object [the structures of the language],
the other [the teacher and the rest of the students], and the self [the
student himself or herself]" (p. 15). He concluded that "the teacher
should take special care to provide the kind of other regulation that is
more helpful to the student. By engaging in dialogues, a balance of all
three regulatory forces is achieved" (p. 15).
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Di Pietro's philosophy for second language teaching agreed with the
previously mentioned authors. He contended, as well as they, that the
concept of language seen as a social phenomenon must be taught in its
social context. Di Pietro provided a rationale for an Interactive
approach to second language teaching as follows:
1. The expectation that learners will work toward

fulfillment of personal agendas in conversation as the
purpose for generating discourse.
2. The stimulation in the classroom of lifelike situations in
which personal agendas can be invoked.
3. The derivation of· explanations and/or drills from
utterances either created by the students themselves or
given to them in order to expand utterances created by
them; all target-language performances are to take place
in a context that is meaningful to the learners.
4. The acceptance of participatory discourse, complete with
its non-verbal components, as opposed to decontextualized
sentences based on grammar or vocabulary alone.
5. The recognition that a teacher's control of the
instructional process is not equivalent to dominance over
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the learners' efforts to gain competence in the target
language. (p. 9)
Langer (1991), explained the profound effect of sociolinguistic and
anthropological concepts on literacy theory. He wrote:
The institutional and societal demands of literacy have
changed [ ... ], our scholarly knowledge about conceptions of
literacy, how it is learned, and how it can be taught have
changed, and related instructional advances are being
undertaken in the name of whole language ... (p. 10)
Richard-Amato (1988), citing Krashen and Terrel (1983), referred to
the natural approach as a method that teaches the second language to
students " ... in much the same way that people acquire language in
natural situations" (p. 83). She went on to say that "the natural
approach and its extensions can be used in conjunction with many other
methods and activities with which is compatible .. [such as] Total
Physical Response (Asher, 1960), games, role play ... " (p. 84).
Richard-Amato (1988) refered to Asher's Total Physical Response
as an approach that teaches the target language through" ... commands
to which the students react" (p. 71). Furthermore, although Asher's
recommendations are for grammatical sequencing of materials, "the
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lessons themselves are not focused on grammar; instead, they are
focused on meaning, especially at beginning stages. The grammar is
internalized inductively" (p. 72). Richard-Amato concluded
that even though Asher views his methods as central rather
than supplementary to the classroom activity, he does
recommend that it be used in combination with other
techniques such as skits, other kinds of role play, and
problem solving. (pp. 74-75)
Summary
A review of the literature suggested that experience-based dialogues such as those developed for this project, provide a motivating
and meaningful approach to teaching oral language, specifically BICS,
to beginner ESL students. Experience-based dialogues allowed students
to utilize their own interests, experiences, and backgrounds to develop
oral language skills within a low-anxiety, classroom atmosphere.

CHAPTER 3
Procedures of the Project

Twenty-one dialogues were constructed and performed in class as
the communication need of students arose. No particular scope and
sequence was followed. However, for the purpose of this project, the
dialogues were organized by themes through an adaptation of Powell's
(1973) "Cultural Checklist" used in Caples' (1992) Writing a Multicultural Education Lesson (pp. 10 - 14) (See Table 1 in Appendix).

The main source of topics for the dialogues included in this project
were the students' own daily life experiences and activities and the
communication needs which arose within the context of these.
Some of the topics were specifically requested by the students;
others were suggested by the researcher as she anticipated their need.
The researcher received help from sources who had first-hand
experience and specific information about some of the topics selected
for the dialogues. Some of these sources included, for example,
secondary ESL teachers; the local grocery store manager; a post office
clerk; a firefighter dispatcher; the school nurse; and others.
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Another source of information was the researcher's personal
observations of high school students' social life, interests, and after
school activities.
Once a topic for a particular dialogue was selected and its message
was identified by the class with the help of the teacher, the following
steps were followed:
1. Teacher introduced vocabulary and expressions in context using
the Total Physical Response Approach, the Natural Approach, and audiovisual aids such as realia, pictures, and videos. Instructor and aide, if
available, modeled and performed for the students while they listened
and imitated. This was repeated as many times as the teacher
considered necessary (integration of listening and speaking skills).
2. Students practiced the vocabulary and expressions in context in
pairs or groups of three students, while the instructor monitored
(promotion of speaking skills).
3. Teacher and aide, when available, acted out the entire dialogue,
while students listened and observed. This was done at least three
times. Students were encouraged to repeat after observing a silence
period (integration of listening and speaking skills).
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4. Teacher wrote dialogue on chalkboard, while still modeling, and
read it section by section, using motions and gestures; students
repeated and imitated gestures. They were not allowed to copy the
dialogue on their notebooks at this step (integration of listening and
reading skills).
5. Students copied dialogue in their notebooks. Teacher reviewed
the written products, while modeling sentences and/or expressions for
the students (integration of listening and writing skills).
6. Students rehearsed the dialogue in pairs, monitored by the
instructor (integration of reading and speaking skills).
7. Students took turns role playing the dialogue in front of the
class. Instructor did not interrupt the students' performance to make
corrections, but modeled for them again as soon as they finished.
8. Students were encouraged to discuss their own performances and
ask questions. Teacher expanded the lesson by using expressions,
structures, or sentences from the dialogue in substitution tables using
vocabulary already known by the students. Teacher provided any
necessary explanation of grammatical or phonological rules.
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All eight steps were covered in four or five sessions of fifty
minutes each, allowing the integration of the four language processes:
listening, speaking, writing, and reading.
The researcher constructed the dialogues on one assumption that
" .. the classroom does not have to confine itself to formal instruction
in the target language," and that "it can instead provide the kind of
input" which best facilitates the second language acquisition process,
that is, "input that is comprehensible, interesting, and/or relevant,
that is not grammatically sequenced, and that is present in sufficient
quantity" (Richard-Amato, 1985, p. 27). The following are some of the
characteristics of the dialogues derived from the assumption described
above:
The message is the main focus of the dialogues.
The message is directly related to the students' experiences and
language needs.
• The grammatical and phonological aspects of the dialogues,
although not ignored, are not given priority over their functional
aspect.
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• Sentences using simple verb tenses are to be selected over
sentences using perfect tenses or verb phrases, if they do not change
the content of the message.
• Shorter, simple sentences are to be used rather than longer,
compound or complex ones, in order to facilitate the beginner students'
task.
As a general rule, shorter dialogues are to be constructed and
performed earlier in the school year, while longer ones are to be
introduced after first or second quarter.
• Students have the freedom to change the script as they choose,
provided it is appropriate.
• The teacher is a model and a facilitator. The dialogue activities
are centered on the students' language needs, experiences, and
backgrounds.
Summary
Chapter 3 included an explanation of the thematic organization of
the dialogues as well as the sources and the procedures used in their
construction and implementation.

CHAPTER 4
Results of the Project

The effectiveness of the dialogues was informally evaluated in the
classroom, through the researcher's observations of students'
immediate performance and feedback she obtained after each dialogue
was practiced and role played. The researcher also observed informally
the long range oral performance of individual students.
The field test procedure consisted of observations made by the
researcher in the naturalistic context of language acquisition,
development, and application with respect to twenty-one dialogues
constructed with and for the group of fifteen to eighteen students
described in Chapter 1 (Limitations of the Project) of this project.
Criteria used by the researcher to determine whether or not the
students were successful in the various communication situations
were as follows:
Ability to establish and meet specific communication goals.
Ability to apply language skills learned through dialogues in real
life situations.
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These criteria were selected for these reasons:
• Students needed to develop basic interpersonal communication
skills in English.
• Students needed to communicate in specific contexts of every
day life situations within school, home, and community domains.
• Other available ESL materials used for this purpose did not
capture the students' interest or did not fit the students'
communication needs.
The situations observed and analyzed were:
a) ESL Classroom Interactions
• All fifteen student.s demonstrated the ability to use
appropriately the vocabulary and expressions in contexts as
encountered.
• The students used language comfortably while role playing. A
good example of this fact is that students volunteered to participate in
the role play activity, and that they added gestures and body language
to their own performance.
• Students felt comfortable repeating and using sentences that
had been practiced in class because they knew they were not going to
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make mistakes. This seemed to indicate that the anxiety level was
low.
b) Other School Interactions
• Students appropriately utilized expressions and sentences
learned through the dialogues in contexts other than the ones practiced
in class. For example, the class had learned the expression: "I can't
find the beans" (At the Supermarket, Line 3). The class used the
expression in context while role playing the dialogue, At the
Supermarket. Two or three days later, the researcher observed a
student talking to himself while looking for his math book and saying,
"I can't find my book."
• Students were frequently using expressions in various
sociocultural contexts which were similar to those learned through the
dialogues in class. Example: Students used Lines 4, 6, 9, and 10 from
"At the School Cafeteria" to converse while getting their lunches at
the school cafeteria. Students who had lost their lunch cards were able
to communicate their immediate need to the cafeteria manager using
the expression, "I can't find my lunch card," which is a variation of
Line 3 from "At the School Cafeteria."
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Students' self-esteem was boosted and they felt encouraged to
participate in future classroom activities and after school activities
such as soccer, PEP Club, and MECHA Club.
c) Interactions in the Community
• Four or five students declared at different times to have
successfully interpreted for the parents in public offices.
d) Students' Perceptions Expressed to the Researcher
• Five male students expressed their satisfaction after having
been able to communicate with the nurse and doctor during their
sports' physicals. They reported to have felt very comfortable during
the whole process of thefr physicals, to the extreme of having
forgotten that they were speaking in English.
e) Teachers' Perceptions of Students' Language Proficiency
Improvement
• The fifteen students who participated in the Experience-Based
Dialogue activities throughout two semesters of ESL instruction during
the 1991-1992 school year were evidently more fluent and more secure
while communicating their immediate needs in English than students
who had received four semesters of ESL instruction from 1990 to 1992.
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This was observed and manifested by other teachers as well as the
researcher.
• Out of the fifteen students who participated in the project, five
joined soccer (3 junior varsity and 2 varsity) during second semester
1992. One joined Honor Society Club in April 1992. Currently, eight
students are FFA members, four are MECHA Club members, and one has
been nominated twice for Student of the Month Award this year.
• According to teachers and counselors, this is the greatest
number of beginner ESL students who have participated in school cocurricular and extra-curricular activities within one school year
period.

CHAPTER 5
Summary, Conclusions, and Recommendations

The purpose of this project was to develop experience-based
dialogues that would provide secondary ESL students with oral language
practice to develop their basic interpersonal communication skills and
to enhance the quality of the ESL curriculum at Prosser High School.
By reviewing the literature on the functional aspects of oral
language proficiency in second language learning, the investigator has
been able to obtain a better understanding of the pedagogical
foundation that supports this project.
Research has made it clear that second language learners enjoy
participating in activities that are directly related to them and
consequently, by capturing their interest and enthusiasm, lead them to
success.
Experience-based dialogues in secondary ESL classrooms provide
immediate interest, security, and success for all the students.
Involving students actively in oral language performance based on
their own life experiences, maintains their interest and motivation,
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which, in turn, leads them to succeed in the development of the target
language.
Twenty-one dialogues were constructed dealing with topics related
to basic needs, verbal and technological communication, and social
structures. They have been organized in that order for the purpose of
this paper, although this might not have been the exact order as they
were practiced and performed in class.
The researcher recommends that the project be continued and
expanded to include new dialogues based on students' own life
experiences and language needs. It is necessary to remember that
language changes; teenage language changes more rapidly than standard
forms. Since these dialogues have been written by and for adolescents,
they might need to be updated. It is recommended that this project be
shared with other ESL teachers and that the dialogues within the
handbook be used as models to be tailored to each particular group of
students.

BIBLIOGRAPHY
Begin, Y. S. J. (1971 ). Evaluative and emotional factors in learning a
foreign language. Les Editions Bellarmin.
Berns, M. (1990). Contexts of competence: Social and cultural
considerations in communicative language teaching. Plenum
Press.
Birkmaier, E. M. (1973). Research on teaching foreign languages. In R.
M. W. Travers (Ed.),Second Handbook of Research on Teaching (pp.
1282 -1287). Rand McNally and Company.
Brumfit, C. (1985). Communicative methodology in language teaching.
Cambridge, MA: Cambridge University Press.
Brumfit, C. (1985). Some humanistic doubts about humanistic
language teaching. London, England: British Council, English
Language and Literature Division. (ELT Documents 113, ERIC
Document Number ED 258 464)
Carrol, J. B. (1963). Research on teaching foreign languages. In N. L.
Gage (Ed.), Handbook of Research on Teaching (pp. 1060 - 1065).
Rand McNalley and Company.

43

{

44
Cummins, J. (1979). Linguistic interdependence and the educational
development of bilingual children. Review of Education

Research, .1.li, 222 - 251.
Cummins, J. (1980). The construct of language proficiency in
bilingual education. In J. E. Alatis (Ed.), Issues in Bilingual

Education (pp. 81 - 103). Georgetown University Press.
Diller, K. C. (1978). The language teaching controversy. Rowley,
Massachusetts: Newbury House Publishers.
Di Pietro, R. J. (1987). Strategic interaction: Learning languages

through scenarios. Cambridge, MA: Cambridge University Press.
Duncan, S. E., & De Avila, E. A. (1981). Language assessment scales,
second edition (p. 8). San Rafael, CA: Linguametrics Group.
Goodman, K. S. (1987). Language and thinking in school: A whole

language curriculum. Richard C. Owen Publishers, Inc.
Harris, T. L., & Hodges, R. E. (co-editors). (1981). Dictionary of

reading and related terms. Newmark, DE: International Reading
Association.
Hymes, D. (1971 ). Competence and performance in linguistic theory.
In R. Huxley & E. Ingram (Eds.), Language Acquisition: Models and

Methods. London: Academic Press.

45
Hymes, D. (Ed). (1982). Language in education: Ethnolinguistic
essays. Washington, DC: Center for Applied Linguistics.
Krashen, S. D. (1981). Second language acquisition and second
language learning. Oxford: Pergamon Press.
Krashen, S. D. (1982a). Principles and practice in second language
acquisition. Oxford: Pergamon Press.
Krashen, S. D. (1982b). Language two. New York: Oxford University
Press.
Krashen, (1985). The input hypothesis: Issues and implications.
Longman Group Limited.
Krashen, S. D., Scarcella, R. C., Long, & Long, M. H. (Eds). (1983). Child
- adult differences in second language acquisition. Rowley:
Newbury House Publishers.
Langer, J. A. (1991 ). Literacy and schooling: A sociocognitive
perspective. In E. H. Hiebert (Ed.), Literacy for a Diverse Society:
Perspectives, Practices, and Policies, (pp. 9 - 15). Teachers
College Press.

46
Maley, A. (1985). Exquisite corpses, men of glass and qulipo:

Harnessing the irrational to language learning. London, England:
British Council, English Language and Literature Division. (ELT
Documents 113, ERIC Document Number ED 258 464)
McCarthy, M. (1991 ). Discourse analysis for language teachers.
Cambridge, MA: Cambridge University Press.
Moore, T. W., & Carlin, C. (1982). Language understanding: Towards a

post-Chomskyan linguistics. St. Martin Press.
Oller, J. W. Jr., & Richard-Amato, P.A. (Eds). (1983). Methods that

work. Rowley, MA: Newbury House Publishers.
Ovando, C. J. (1983, April). Bilingual/bicultural education: Its legacy
and its future. Phi Delta Kappan, 564 - 567.
Powell, W. A. (1973). A cultural checklist: A technique for selecting
reading materials for foreign students. In M. L. Caples, Writing a

Multicultural Education Lesson (pp. 1O - 14). Ellensburg, WA:
Central Washington University, Education Department.
Pride, J. B. (Ed). (1979). Sociolinguistic aspects of language learning

and teaching. Oxford University Press.
Richard-Amato, P.A. (1988). Making it happen: Interaction in the

second language classroom. New York: Longman.

47
Rivers, W. M. (1983). Communicating naturally in a second language:
Theory and practice in language teaching. Cambridge University
Press.
Shafritz, J. M. (1988). The facts on file dictionary of education.
Facts on File.
Wolfson, N. (1989). Perspectives: Sociolinguistics and TESOL.
Rowley, MA: Newbury House Publishers.

APPENDIX

48

A HANDBOOK OF
EXPERIENCED-BASED DIALOGUES

In Partial Fulfillment
of the Requirements for the
Degree of Master of Education

by
Carlina V. Lobos

THEMATIC ORGANIZATION
OF DIALOGUES

.

'

BASIC NEEDS

•
COMMUNICATION

SOCIAL
STRUCTURES

MATERIALS OF
TECHNOLOGY

~

BASIC NEEDS

FOOD: EATING

I

!

FEELING HUNGRY

I

'

ORDERING FAST FOOD

"'
ORDERIN; THROUGH
THE DRIVE-UP WINDOW

i

---,

AT THE SCHOOL
CAFETERIA

(\)

COMMUNICATION

VERBAL

i

+

TECHNOLOGICAL: HUMAN/
MACHINE RELATIONSHIPS

SOCIAL DIALECT

!

-------INTRODUCING
YOURSELF

i

--··---····- MORE
----KNOWING
ABOUT A NEW FRIEND

l

ALKING
TO A FRIENlJ
IN THE HALL

I DRIVING A CAR 11

TRAVELING

,,MAKING A LON~J
DISTANCE CAL

c.,

·-,,

MATERIALS OF
TECHNOLOGY

RELATING MAN TO
MEDICINE AND HEALTH

l

l

MAKING A DOCTOR'S AT THE EMERGENCY
ROOM, PART 1
APPOINTMENT

AT THE EMERGENC'I
ROOM, PART 2

GOING FOR A
PHYSICAL, PART 1

i

GOINC: FOR A
PHYSICA L, PART 2

.j>.

SOCIAL STRUCTURES

l

J

LEISURE IN THE
SOCIAL STRUCTURE

SOCIOECONOMIC
STRUCTURES

l

ENTERTAINMENT
MONEY/BARTER

LET'S GO ROLLERSKATING

PUBLIC OFFICES/SERVICES

I
AT THE
SUPERMARKET

I

SHOPPING'

I BUYING

A TV

I

AT THE
POST OFFICE

CALLING THE FIRE
DEPARTMENT

(]1

6

BASIC NEEDS

7

FEELING HUNGRY

Hope:

Peter, are you hungry? I feel like having
something to eat.

Peter:

I'm starving too! Do you want to go for pizza?

Hope:

Not really. I want to have a hamburger and
French fries instead. Do you like hamburgers?

Peter:

Oh yeah! Hamburgers sound good! Let's go to
McBurger's, then.

Hope:

I'm driving my mom's car today. I'll give you a
ride. Let's go.

/
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ORDERING FAST FOOD
Attendant:

May I help you?

Hope:

Yes, I want a hamburger with cheese and large
fries.

Attendant:

Something to drink?

Hope:

Yes, a diet cola.

Attendant:

What size -

Hope:

Large, please.

Attendant:

Anything else?

Hope:

Yeah, my friend is also going to order. What are
you going to eat, Bob?

Bob:

Same thing you're having, but no onions on my
cheeseburger please.

Attendant:

OK. For here or to go?

Bob:

Here please.

Attendant:

It's $7.85.

large, medium, or small?
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ORDERING THROUGH THE DRIVE UP WINDOW

Waiter:

May I help you?

Peter:

Yes, I want two super hamburgers, two pops, and
two orders of fries.

Waiter:

Do you want your hamburger with or without
cheese?

Peter:

I want mine with cheese.

Hope:

With cheese but without onions for me, please.

Waiter:

What kind of pop do you want?

Hope:

Coke or Pepsi.

Peter:

Same for me.

Waiter:

Regular or diet?

Hope
and Peter:

Diet!

Waiter:

Small, medium or large?

Peter:

Both large.

Hope:

Can I have some extra catsup too, please?

Waiter:

Sure. It will be $8.76 at the first window
please.

Peter
and Hope:

Thanks.
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AT THE SCHOOL CAFETERIA
Jorge:

Did you bring lunch from home today?

Maria:

No. I didn't. I'm going to eat lunch at school.
Are you?

Jorge:

Yes, if I can find my lunch card ... Oh, here it is.
Do you know what's for lunch today?

Maria:

Well, hamburgers and fries as usual. Also salad
and pizza.

Jorge:

What kind of pizza is it?

Maria:

Hawaiian, I think, with pineapple and olives.
love it! It's my favorite.

Jorge:

Mine too. Let's hurry up. The line must be long
already. Please don't let anyone cut in front of
us.

Maria:

I'm going to have pizza, salad, and dessert.

Jorge:

Dessert, you said? What's for dessert besides
fruit?

Maria:

Strawberry ice cream and vanilla pudding. I love
both, but I'll have ice cream today. What about
you?

Jorge:

I'm having vanilla pudding. What are you going to
drink - milk or juice?

Maria:

Please get me a carton of milk. Thanks.
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COMMUNICATION

12

INTRODUCING YOURSELF

Bob:

Hello. I'm Bob Green. What's your name?

Luisa:

Luisa Gonzalez. Nice to meet you. Is this your
seat?

Bob:

Yeah, but this other one is empty. Sit down by
me.

Luisa:

That's a good idea! Thank you.
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KNOWING MORE ABOUT YOUR KNEW FRIEND

Luisa:

Hi, Bob! How are you?

Bob:

Fine, thanks. And you?

Luisa:

Great too. By the way, Bob, how old are you?

Bob:

I'm seventeen. How about you?

Luisa:

I'm seventeen too, and my birthday is next month.
When is yours?

Bob:

Mine is next month too.

Luisa and Bob: That's funny!

(
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TALKING TO A FRIEND IN THE HALL
Bob:

Hi, Luisa. How are you doing?

Luisa:

Fine, thanks. How about yourself?

Bob:

OK too. Where are you going?

Luisa:

To get a pop from the vending machine down the
hall. Are you going that way too?

Bob:

No, I'm going the other way ... to the library.

Luisa:

Are you going to return those books?

Bob:

Yeah, but I'm also going to check out other ones.

Luisa:

Oops! I'm going to be late for my next class. I've
got to hurry up. See you later, Bob.

Bob:

Bye, bye!

15

MATERIALS OF TECHNOLOGY
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MAKING A LONG DISTANCE CALL

Tom:

Hello, operator. I need to make a long distance
call to Guadalajara.

Operator:

You can dial directly, sir.

Tom:

I know, but I'm calling collect.

Operator:

OK, then, what number are you calling?

Tom:

It's _ _ _ _ _ _ _ Guadalajara, but I don't
know the area code.

Operator:

That's no problem. What's your name?

Tom:

Tom Perez. And this is a person to person call.

Operator:

What's the name of the person you're calling?

Tom:

It's Mario Moreno. He is my cousin.

Operator:

What number are you calling from?

Tom:

It's a public phone. I'm in a phone booth.
It's - - - - - - ~

Operator:

Hang up please, and I'll call you back in a
moment.

Tom:

Thank you. I hope the line is not busy.
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DRIVING A CAR

Jorge:

I'm taking Driver's Ed next quarter. I've never driven a car
before, so I need to start practicing.

Raul:

You can drive my car now, if you want. Here are the keys.
Be careful.

Jorge:

How do you start this thing?

Raul:

Put it in PARK and turn the key.

Jorge:

Wow! It started. What do I do now?

Raul:

Put it in REVERSE and back up just a little bit.

Jorge:

Is that enough?

Raul:

I think so. You almost ran over the garbage can, man.

Jorge:

Sorry! Now what?

Raul:

Put it in DRIVE and go straight through the driveway.

Jorge:

Wow! I'm driving! How cool. Do I stop here?

Raul:

Yeah, and turn to the right if there's no cars coming.

Jorge:

Your car has good brakes! I barely hit the brakes and it
stopped right away.

Raul:

Watch out! You're smoking the tires, man! Now keep
driving to the park. Slow down at the next intersection.
You don't need to stop. We have the right of way.

Jorge:

Do you want me to pull over here?

Raul:

Yeah, I'll drive home. I just saw a cop pass by.
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TRAVELING
Raul:

I think we're coming into a town.

Jorge:

What town is this?

Raul:

I think I saw a sign that said RITZVILLE.

Jorge:

Pull into that gas station and ask for directions.

Raul:

We'd better get some gas too. We have less than
half a tank.

Jorge:

I have money for gas, so I'll pay.

Raul:

Fill it up with UNLEADED. Remember we're
driving the new Toyota, not the old Ford that
takes REGULAR.

Jorge:

I know, I know. I will not make that mistake
again.

Raul:

Did you ask the lady at the window how to get to
Spokane?

Jorge:

Yeah, it's around 65 miles from here. We have to
take the freeway. 1-92 is the shortest way.

Raul:

Where do we get on the freeway?

Jorge:

Two blocks north of here is the closest freeway
entrance. I'll tell you. We'll get there, if I guide
you.
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MAKING A DOCTOR'S APPOINTMENT BY PHONE

Receptionist:

Hello, Valley Doctors Clinic. May I help you?

Luisa:

Yes, I need to make an appointment with Dr.
Brown.

Receptionist:

Is it for you?

Luisa:

No, it's for my little brother Eloy. He's very sick.

Receptionist:

What's wrong with him?

Luisa:

He's throwing up and has fever.

Receptionist:

How high is it?

Luisa:

102.

Receptionist:

How old, is Eloy?

Luisa:

He's two.

Receptionist:

Dr. Brown is not here today, but maybe Dr.
Sanchez can see him. Can you bring him at 3:30
this afternoon?

Luisa:

Yes, we can.

Receptionist:

Does he have insurance?

Luisa:

No. But we have coupons. Is that OK?

Receptionist:

Yes, that's fine. We'll see Eloy at 3:30 this
afternoon. Bye.

Luisa:

Thank you, bye.
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AT THE EMERGENCY ROOM - PART 1
Maria:

Hello, this is my sister Juanita. She stepped on a
nail and her foot is bleeding. Can you help her?

Receptionist:

One of the doctors will see her. But first I need
some information from you. What's your sister's
first and last name?

Maria:

Juanita Chavez.

Receptionist:

How old is she?

Maria:

Four. She's going to be five in July.

Receptionist:

So when is her birth date: July -

Maria:

July 16. I don't know the year, but my mom
who's with me knows. (She talks to her mother
in Spanish) She says she was born in 1987.

Receptionist:

I see that you have coupons. That's OK. Now you
can take your sister into the emergency room.
The doctors will take care of her.

What?

21

AT THE EMERGENCY ROOM - PART 2

Doctor:

Hello, I'm Dr. Olson. Don't cry little one. It will
not hurt.

Maria:

She doesn't speak English. I'll interpret for you.

Doctor:

Let me see that foot. Humm ... well, you're very
lucky, young lady. The nail was not rusty, and it
was small.

Maria:

Will she be alright, doctor?

Doctor:

Oh yes. Tell your mom that I need to know if she
had the tetanus shot.

Maria:

Dice el doctor si es que tiene la vacuna contra el
tetano.

Mother:

Si la tiene. Aqui tengo la targeta de las vacunas
de Juanita.

Maria:

Yes, she got the shot, and here's Juanita's
immunization card.

Doctor:

I'm washing her wound with this disinfectant.
want your mom to do this again before Juanita
goes to bed, for three days. She will be fine by
tomorrow. Just make sure she keeps her bandage
clean. You can take her home now.

Maria:

Good bye, Doctor, thank you.
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GOING FOR A PHYSICAL - PART 1

Raul:

I'm Raul Lopez. I'm here for a physical. I have an
appointment at four.

Receptionist:

Who's your doctor?

Raul:

Sometimes Dr. Oliver; other times Dr. Hutchinson.

Receptionist:

Sit down. Dr. Hutchinson will see you in a few
minutes.

Raul:

Thank you.

Nurse:

Raul, please come in. Step on the scale to weigh
you.

Raul:

It looks like I gained a few pounds.

Nurse:

What sport are you playing?

Raul:

I'm playing soccer this spring.

Nurse:

It looks like a lot of kids are playing soccer now.
I guess it's getting pretty popular. Let's see ...
Now I need you to sit here to take your blood
pressure and your temperature ... Open your
mouth ... OK, close it. Thanks. (waits a minute)
Open now. Fine. Now take this cup, urinate
inside, and close it. The restroom is there.

Raul:

Is the doctor going to see me after that?

Nurse:

Yes, he will examine you right after we take your
urine sample.

23

GOING FOR A PHYSICAL - PART 2

Doctor:

Hi, Raul. Nice to meet you. So you're playing
soccer this spring, uh ... ?

Raul:

Yeah, our school got second place last year, and
we hope to be the "champs" this year.

Doctor:

That would be nice! OK, sit down on the recliner.
Open your mouth ... OK ... Now breathe deeply.
Wait, wait a second. Now let it go. Do it
again ... There we go ... Good! Cough, cough one
more time ...

Raul:

(coughs twice) Am I OK?

Doctor:

Yes, you look very healthy. Now we need to
examine your urine sample.

Raul:

Doctor, please don't forget to sign my athletic
clearance card.

Doctor:

I'll sign it right away. Well, good luck, Raul.
hope your team gets first place this year!
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SOCIAL STRUCTURES
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LET'S GO ROLLER SKATING
Berny:

Where are you guys going?

Ed:

Roller skating. Do you want to go with us? It's a
lot of fun.

Berny:

Yeah, but I don't know how to roller skate.

Ed:

It's easy. I'll teach you.

Berny:

Well ... maybe next time.

Ed:

No, come on. It's only $3.75. You can roller skate
for three hours, and then you can stay for the
dance till 10:00 PM, if you want.

Berny:

Dance, you said? OK, I'll give it a try!

Ed:

Pay the lady your $3.75 and she'll give you a
ticket.

Berny:

What's the ticket for?

Ed:

For your skates. What's your size?

Berny:

I wear size nine, I guess.

Ed:

The music is "cool," and the chicks are cute ...

Berny:

Everybody is going too fast for me. I'll stay
close to the edge.

Ed:

I'll hold you up.

Berny:

No, I think I can handle it. Wow! This is fun!
Let's come back next Saturday again.

(
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AT THE SUPERMARKET
Maria:

Excuse me, do you work here?

Clerk:

Yes, May I help you?

Maria:

I can't find the beans. Where do you have them?

Clerk:

Oh, that's on aisle number five, at the top of the
shelf.

Maria:

Thank you. By the way, do you sell batteries here?

Clerk:

For cars?

Maria:

No, for my flashlight.

Clerk:

For flashlights? Yes. They're on sale today. You
can find them on display in front of check-out stand
number.two.

Maria:

What about pig feet and beef tripe for menudo? Do
you sell those here?

Clerk:

Yes, they're in the meat section, on the other side of
the store, next to the Produce Department.

Maria:

Thank you. Oh, before I forget, where can I get a
shopping cart?

Clerk:

They're by the doors, next to check-out stand
number one.

Maria:

Thank you.

Clerk:

Have a good day!

Maria:

You too.
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SHOPPING
Lucy:

I need to buy some Christmas presents. Do you
want to go to the Mall?

Angie:

Good idea, but I don't have any money with me.

Lucy:

Never mind, we can put it on layaway.

Angie:

Yeah, I always do that when I don't have enough
money.

Lucy:

Before we start shopping, I need to exchange a
gift for my brother.

Angie:

What is it? What's wrong with it?

Lucy:

It's a tie he got for his birthday. He didn't like
the color or the style.

Angie:

Do you have the sales receipt?

Lucy:

Yeah, I put it in my purse last night.

Angie:

Look, everything is 10% off at that store!

Lucy:

Let's go and take advantage of the bargains!!
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BUYING A TV SET
Jorge:

Ed, I'm going to buy a TV set today.

Ed:

Where are you going to get the money from? Your
allowance? Don't make me laugh ...

Jorge:

No, seriously, man. I saved a few bucks during
the hop season. Enough to buy a small TV.

Ed:

Really? Are you going to pay cash?

Jorge:

I think so. I don't want to get it on credit
because the interest is too high.

Ed:

But you can just give a good down payment and
then small monthly payments.

Jorge:

Yeah, that's a possibility. Well, I'll decide when
we get there. Let's go.

(
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AT THE POST OFFICE
Nancy:

I need a book of stamps, please.

Clerk:

Ten or twenty stamps?

Nancy:

Ten, please.

Clerk:

It's $2.90.

Nancy:

I need this letter registered, too.

Clerk:

OK, you need to fill this card with the sender's
and addressee's information.

Nancy:

Here you are. Well, I also have to mail this
package to Puebla.

Clerk:

Sure. First, second, or third class?

Nancy:

The cheapest one.

Clerk:

Do you want insurance on it?

Nancy:

No, it's only a family video.

Clerk:

It weighs a pound and two ounces.

Nancy:

How long will it take to get there?

Clerk:

Six or seven days. Let's see ... the stamps, the
letter, and the parcel ... all together is $7 .15.

Nancy:

Here you are.

Clerk:

Thank you. Have a good day!

Nancy:

You too, thank you.

30

CALLING THE FIRE DEPARTMENT
Peter:

Hello, my house is on fire! It's on 12345 Main
Street, Sunny City. Please come soon!

Dispatcher:

Are you inside the house right now? Get out! Get
out!

Peter:

No, I'm calling from a house across the street.
can see the smoke and the flames from here, but
I can't find my cat!!

Dispatcher:

Do not attempt to go back into the house by any
means! Stay at your neighbor's. Your cat is
probably out of the house already.

Peter:

When are the firefighters coming?

Dispatcher:

They're.on their way now. Everything will be
alright. Calm down.

Peter:

I'll try ... thank you.

